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Abstract
The purpose of this action research was to determine if specific reading strategies would
successfully support English Language Learners (ELLs) as they transitioned from an English
Learning classroom setting into a mainstream English-Language Arts classroom. The research
took place over an approximately six-month period in a public middle school in central
Minnesota during a mix of hybrid and distance learning as a result of the COVID-19 pandemic.
The focus population included six seventh-grade ELLs. Data collection took place through
quantitative and qualitative measures, including Google Form surveys, formative and summative
assessments, writing diagnostics and final essays. The changes to the learning environment led
to inconsistent data collection and student participation. Continued research is needed to
determine the overall effectiveness of the learning strategies on the ELL student population.
Keywords: English Language Learners, reading strategies, middle school, hybrid
learning, distance learning
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English Language Learners (ELLs) have developed their fluency in more than one
language and began their English-focused education later than their native-speaking peers.
When ELLs enroll in an English-speaking public school, instructors administer the ACCESS
Test, which stands for "Assessing Comprehension and Communication in English State-to-State
for English Language Learners" (LaRock, 2019). According to WIDA (2020), ACCESS assesses
English proficiency in Listening, Speaking, Reading and Writing domains and places a student in
one of six levels: Entering (1), Emerging (2), Developing (3), Expanding (4), Bridging (5), and
Reaching (6). ACCESS scores help mainstream teachers when considering how to best support
ELLs in their classes, especially in an English-Language Arts (ELA) classroom. Educators may
have additional students who speak languages other than English at home, but do not receive EL
services. Multilingual students are not automatically classified as ELLs.
When ELLs transition from their smaller, focused English Language (EL) class into a
mainstream ELA room, they do not always receive the same differentiated support and resources
they had access to in a more individualized, focused classroom setting. "Historically
underserved in U.S. schools, ELLs often experience lower teacher expectations, have limited
access to educational resources, and have fewer opportunities to learn than their monolingual
peers in suburban schools" (Gándara, Rumberger, Maxwell-Jolly, & Callahan, 2003, p. 48). For
example, during this past year, limited access to resources was especially clear with online
learning, when EL students in particular struggled without consistent WiFi connections or
support at home during the school day. Some may also be dealing with additional complications,
such as fluency or comprehension gaps, which impact the advancement of their reading
comprehension abilities (Quirk & Beem, 2012). With this in mind, ELA teachers' responsibilities
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are to ensure that the ELLs can access the learning and make appropriate progress in the
classroom with their native English-speaking classmates.
The instructor administered this research in three seventh-grade mainstream ELA classes
in a public school in a suburban setting. Out of 81 students, six were ELLs, with two at the
Developing Level and four at the Expanding Level. Students' home languages included Hmong,
Laotian, Oromo, and Russian. Over the past several years, our district has noticed a trend in
ELLs scoring lower on common summative assessments and standardized assessments than their
native English-speaking ELA peers. ELA teachers have been encouraged to find new strategies
to help better support ELLs as they are working on mastering another language in addition to
their home language.
This research focused on using spiral-curriculum, peer-supported learning, and
vocabulary acquisition to support ELLs' reading comprehension and writing skills. By revisiting
material throughout the year, spiral-curriculum helps ELLs build on background knowledge and
boost their skills as the year goes on. Peer-supported learning helps develop ELLs' confidence by
pairing them with native English-speaking classmates as they work on daily assignments to
increase vocabulary acquisition. The teacher focuses on roots of words, which allows students to
look at longer, more complex words and form connections to the original root. The goal of this
action research project was that these strategies would better support ELLs in a mainstream ELA
setting, which would advance their reading comprehension and writing skills.
Theoretical Framework
The theoretical view used for this research focused on Chomsky's Language Acquisition
Theory, which concentrates on the concept that all humans are born with the ability to learn
languages (Chomsky, 1965). Children have shown the same sequence for developing their
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language skills: learning sounds, learning words, then learning sentences. The pace at which
children build their skills may vary, but the sequence remains the same. This concept supports
the theory that language acquisition is an innate function of the human brain (Chomsky, 1965).
In the case of ELLs, these students have already acquired skills for at least one language,
if not more, and moved on, building their English language abilities. With this in mind, the
Sheltered Instruction Observation Protocol (SIOP) Model provides teachers with strategies to
combine language and content instruction to support the ELLs within their classroom. The SIOP
Model consists of eight coinciding elements: Lesson Preparation, Building Background,
Comprehensible Input, Strategies, Interactions, Practice/Application, Lesson Delivery, Review &
Assessment. The SIOP Model has proven to positively impact English learners’ academic
growth when educators put the strategies into action (CAL, 2018).
Whether or not they are native English speakers, students will inherently participate in
acquiring language skills tied into Chomsky's Language Acquisition Theory (Chomsky, 1965).
Since ELLs already have the natural ability to learn a language, they need their teachers to create
their lessons allowing them to translate their skills into this new language. By choosing the parts
of the SIOP Model that work best within their mainstream classroom setting, teachers will be
able to set up their students - ELL, multilingual (who do not need EL services) and
native-English speaking - for academic success.
Review of Literature
The academic disparities of ELLs are much more significant than other student
subgroups. In 2013, less than five percent of ELLs displayed mastery of reading or math on
standardized assessments (National Education Association, 2015). According to Polat,
Zarecky-Hodge, and Schreiber (2016), the difference in academic success between ELLs and
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native-English speaking students had gotten to the point where a change in the current
educational system was necessary. Various strategies were being introduced for educators to
implement into their lessons, such as SIOP, spiral-curricular, peer-supported learning, and
vocabulary acquisition methods. The end goal was to provide the best possible support for ELLs
to feel successful and appreciated within a mainstream classroom setting.
Sheltered Instruction Operational Protocol
SIOP aims to ensure that the curriculum objectives are attainable to ELLs as they build
their English language mastery (Katz, 2018). SIOP focuses on two primary targets: content and
language. The objectives focus on making the subject matter attainable for ELLs and increasing
their academic language abilities (Anderson, 2011, Slide 26). These procedures provide eight
steps for teachers to follow to best support ELLs and break down their curriculum in a
manageable way. The eight steps are:
● Lesson Preparation, which utilizes differentiation to meet the individual learning needs of
students
● Building Background Information, or connecting new lessons to what students have
learned in the past
● Comprehensible Input, to make sure that the materials are understandable for all students,
possibly by incorporating visuals into Google Slide presentations
● Learning Strategies, such as peer-supported learning or summarizing information that
students just read
● Meaningful Interaction, mostly where the teacher can frequently check in on ELLs'
progress with the lesson
● Lesson Delivery, making clear connections to the day's learning objectives
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● Practice and Application, providing students with multiple opportunities to show what
they have learned
● Review and Assessment, where the teacher assesses students on the previously
established objectives (Anderson, 2011, Slide 4).
SIOP also emphasizes the significance of a teacher focusing on their content area's
essential academic language to provide a sense of clarity. According to Markos and Himmel
(2016), educators should prioritize their learning objectives and focus on ELLs' essential
standards throughout the class when planning their lessons. In seventh-grade ELA, the high
priority standards include:
● Using textual evidence.
● Making inferences within a text.
● Determining how word choice impacts mood and tone.
● Identifying the theme and central idea of a text.
● Analyzing multimedia.
● Self-selecting texts.
● Building writing skills.
These standards revisit concepts introduced in previous grades and involve Academic Language
that teachers can incorporate into their classes. By focusing on specific terms and objectives,
teachers can help ELLs establish connections to the background information students bring into
their current course and learn new skills.
Spiral-Curriculum
By building upon prior knowledge through a spiral-curriculum, the teacher provides all
students with the chance to reinforce their comprehension of Academic Language. Academic
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Language is the terminology that educators use in an educational setting, especially in school
books, assignments, and tests (Breiseth, 2020). "ELLs will have a greater chance of developing
academic language and succeeding in mainstream classrooms if their teachers are aware of the
differences between social and academic language and how to scaffold learning for ELLs so that
they are challenged to learn, and are appropriately supported" (Edwards, 2017, p. 54). Building
students' understanding of Academic Language has the potential to strengthen their
assessment-taking abilities and reading comprehension (Graves, 1986, 2006, as cited by Short &
Fitzsimmons, 2007). This concept also allows teachers to expand upon Academic Language that
students have learned in previous grades and classes.
As mentioned in the second step of SIOP, revisiting and building upon past lessons
allows ELLs and native English-speaking students alike to connect what they have already
learned and the instructor's new materials. According to Bruner (1960), as cited by Kieffer and
Lesaux (2010), this form of curriculum returns to the subject matter covered in earlier classes
while increasing the challenge as teachers introduce students to a new grade-level curriculum.
When ELLs build these links to their background knowledge, they can better understand a lesson
or unit's objectives. By starting with information ELLs have already learned in previous lessons
and then moving onto new material, teachers can encourage student engagement within their
classrooms (Perez & Holmes, 2010).
Peer-Supported Learning
An additional support method for ELLs provides them with opportunities to work with
their native English-speaking classmates in partners or small groups. Peer-supported learning
allows students to learn how to problem-solve with their classmates while also receiving support
and encouragement from each other, rather than leaning heavily on the teacher for assistance and
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reassurance. "Thus, for [ELLs] as with all students, educators should leverage the power of peers
in supporting academic achievement by considering unique grouping configurations. Student
grouping is also a means to ensure that ELs at all levels are integrated with native English
speakers" (Baker, 2014, p. 674). According to Swain et al. (2002), conversations between
students as they collaborate on assignments can lead to ELLs' second language achievement.
Teachers can utilize the Jigsaw strategy to divide children into small groups and assign each
member a specific role, which requires the team to work together to complete the day's
assignment (Social Psychology Network, 2020). This strategy allows students to contribute
individually to the project while talking to one another along the way. According to Swain et al.
(2002), when ELLs and native English-speaking students are allowed to collaborate and help
each other through conversations, they can review their work and make their improvements
along the way. Through this process, all students can increase their tenacity and confidence in
their abilities, and, specifically, ELLs’ academic language will likely grow as they talk about
assignments with their native English-speaking classmates.
Vocabulary Acquisition
Finally, an area where teachers can support ELLs is through their process of vocabulary
acquisition. Morphology, which is the study of the forms of words, helps students break terms
down into smaller parts and connect words and phrases with similar meanings (Carlisle, 1995;
Kuo and Anderson, 2006, as cited by Kieffer, 2013). Analyzing the common roots provides
ELLs with the opportunity to form associations to new terms. Secondary ELLs require additional
targeted practice to establish their vocabulary knowledge (Short & Fitzsimmons, 2007). "By
devoting time and energy to teaching morphology in ways that are meaningful, engaging, and
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systematic, teachers can accelerate their students' vocabulary development and prepare them to
read to learn rigorous content in high school and beyond" (Kieffer and Lesaux, 2010, p. 55).
Using class time to break words down into roots and prefixes allows educators to
introduce students to a wide variety of new vocabulary terms as they form connections between
phrases. When ELA teachers show students how to focus on morphemes, or smaller parts and
sounds within larger words, their reading abilities will improve throughout middle school and
into high school, especially for ELLs (Carlo et al., 2004; Lesaux et al., 2010; as cited by Reed et
al., 2016). The incorporation of morphology into regular classroom lessons can benefit all
students, but especially ELLs. This vocabulary strategy can positively impact their reading skills
in all areas, from independent reading to standardized testing.
Summary
After reviewing these strategies, this teacher planned to implement the SIOP steps,
explicitly focusing on Building Background Information (spiral-curriculum) and Learning
Strategies (peer-supported learning). Vocabulary and morphology would be included as smaller,
bell-ringer activities. These methods could help ensure that the ELA standards were attainable
for ELLs as they transitioned into a mainstream classroom (Lucas et al., 2008, as cited by
Edwards, 2017).
Methodology
The procedure for this study was experimental in design. The teacher collected
quantitative data through formative and summative assessments created using Google
Documents and Google Forms, completed within Google Classroom. These assessed students'
reading and writing growth as the school year progressed. Additionally, qualitative data were
collected using Google Form surveys. These methods had to be monitored and adjusted
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throughout the year, as school started in a hybrid setting and transitioned into total distance
learning in the winter.
The educator conducted this study in her ninth year of teaching and fourth year within the
same school. The 2020-21 school year was the first time this teacher worked with this particular
group of students. The focus on ELLs' reading comprehension during the first year of their
transition into a seventh-grade mainstream classroom arose due to the teacher's involvement in a
district-wide grant. The study's purpose was to focus on strategies to better support ELL
students in their reading development and collect data on the effectiveness of the strategies over
three years.
Due to the COVID-19 pandemic, complete in-person learning was not possible. As a
result, the district significantly adjusted the school calendar. Consequently, teachers gained two
additional weeks of planning and professional development to prepare for a hybrid learning
setting, which consisted of teaching students in-person and distance simultaneously.
Administration divided students who chose to participate in hybrid learning into two groups (A
and B), and each group attended school for two days each week. A-Day students were in the
building on Tuesdays and Wednesdays, and B-Day students came to school on Thursdays and
Fridays. On the days that hybrid students were not in school, they participated in distance
learning; students who chose to participate in distance learning signed in for synchronous virtual
classes every day. Throughout the school year, Mondays were set aside as an asynchronous
learning day for all students. At the beginning of the year, there were two full weeks of distance
learning in mid-September to establish routines and expectations. Hybrid learning kicked off at
the end of September and lasted until the end of October. Due to a jump in COVID-19 cases
within the county, total distance learning started during the first week of November. The district
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allowed secondary schools to return to hybrid learning in mid-February, and transitioned to
in-person learning in mid-March.
The population of this action research study was seventh-grade students in a suburban
public middle school in the Midwestern United States. The sample included 81 seventh-grade
students split between three ELA classes taught by the same teacher. Of the 81 students, 29 were
A-Day hybrid, 21 were B-Day hybrid, and 31 were full-time distance learners. Additionally, 29
students spoke a home language other than English; six out of these 29 were ELLs currently
receiving further support services and 16 out of these 29 had already exited out of EL services.
One of these students also had an Individualized Education Program (IEP) specifically for
reading/ELA. Four of the six EL students participated in hybrid learning, while the other two
opted for full-time distance learning. One hybrid EL student switched to distance learning about
a month before the district switched to full-distance.
Over approximately six months, from September 2020 through March 2021, the teacher
collected data. Students were asked to complete reading inventories using Google Form surveys
at the beginning of the school year. The initial Fall 2020 reading inventory helped students
self-assess their reading abilities and confidence levels as they entered their seventh-grade ELA
class (see Appendix A). The form also asked about topics students enjoyed, so the teacher could
use the responses to select articles or short stories that would spark their interest. A similar
reading inventory form was provided to students during the last week of the second trimester of
school in March to gauge whether students' feelings/attitudes about reading had changed during
their time in seventh-grade ELA.
In distance learning, the educator modified strategies to fit an online school setting. To
learn about the students as they were entering ELA this year, the teacher gave a survey at the

EFFECTS OF READING STRATEGIES ON EL STUDENTS

14

beginning of Trimester 1 to ask about students’ personal preferences for independent reading,
with a follow-up survey given at the end of Trimester 2 to assess student progress. The
researcher used the results of the first survey to determine which students needed more
encouragement or assistance with independent reading during class time. Originally, the plan was
to give these surveys at least once a week, but this proved to be difficult with the frequent
changes in learning environments and the loss of time during transitions.
Another adjustment made due to the unique learning situation was the monthly
conferences with ELLs. Initially, the hope was to meet with each student one-on-one to check in
about their ELA progress and help develop a positive classroom relationship and rapport for the
ELLs. The teacher made attempts to utilize Google Meets as an alternative method of
communication. Unfortunately, due to various reasons (technology or WiFi issues, lack of
participation in class, sporadic attendance, general shyness, etc.), these conferences were
unsuccessful. The educator decided to combine some of the conferencing questions with the
Reading Inventory administered during the last week of the second trimester. The Google Form
surveys appeared as assignments in Google Classroom, and the investigator collected responses
from all six ELL students.
Initially, the teacher planned to incorporate peer-supported learning by having students
read in partners or small groups and regularly discuss books they were reading. However, with
the school year beginning in a hybrid setting, switching to full distance, and then returning to
hybrid, the educator could not maintain this. To provide equitable learning for students
regardless of their learning model, the teacher used Google Forms as the primary method for
checking in on independent reading progress, leading to more conversation between the teacher
and individual students than discussions between classmates.
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Peer-supported learning was encouraged in the online environment by using Google
Meets, Google Hangouts, and Google Documents. The teacher checked in with the partners or
groups during the initial partner/group assignment to make sure that each member was
contributing to the work, and then students could meet on their own as needed. The educator
checked on students’ progress with formative check-ins using Google Forms. When the district
was in full distance learning, the teacher differentiated assignments to meet individual students'
needs while paying particular attention to ELLs.
Furthermore, the teacher also collected data to assess students' writing abilities and the
relationship of their writing to their reading comprehension. The instructor assigned an initial
writing diagnostic at the end of the first week of school (see Appendix B). The purpose of this
assessment was to gain baseline writing data as students were entering seventh grade, especially
after our district was in total distance learning during Spring 2020, which impacted the end of the
students' sixth grade experience. The students were given a similar writing assessment at the end
of the first trimester of school in December to gauge their growth over nearly three months (see
Appendix C). The educator paid particular attention to ELL students' progress during the first
trimester of seventh grade.
Throughout the year, the instructor also gave curriculum-based formative and summative
assessments to students. The educator utilized various online tools for formative assessments,
such as Google Forms, Google Documents, Google Slides/Interactive Hyperdocs, and Pear
Deck. The mixed methods of evaluation provided an assortment of information to measure
students' understanding of learning targets within the ELA units. For example, Pear Deck was
useful to track participation and formatively assess students during class, showing which
students were following along with lessons, and who was logging into Google Meets and then
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not following along with the day's lesson. Summative assessments had less flexibility since the
eight ELA teachers within the seventh-grade cooperating team were required to give identical
tests. Google Forms and Google Documents were the two main methods of summative
assessment during hybrid and distance learning. The formative and summative assessments used
in this study were a part of the central idea unit, given during Trimester 1. This was the third
unit of the trimester, after the first test of the school year and an essay unit in the middle of the
trimester. The researcher felt that these assessments would provide an accurate portrait of
students’ abilities since students had had about two months to get back in the routine of school
before they completed them.
Finally, due to time restrictions and changes due to COVID-19, vocabulary practice was
included in lessons on a weekly basis and as needed during longer reading assignments (ex.
introducing new vocabulary words that seventh graders might not use regularly), but not in
assessments. The educator included short, bell-ringer lessons about vocabulary roots and
prefixes throughout the school year, in addition to providing visual aids and definitions for new
terms that came up during reading. Under normal circumstances, students would have taken a
weekly quiz on vocabulary roots and prefixes, with a final assessment at the end of each
trimester. This adjustment - to provide instruction as needed without any assessment - allowed
all students to still practice understanding and applying morphology without the pressure of an
impending grade.
Analysis of Data
The purpose of this study was to evaluate how using specific reading strategies impacted
EL students as they transitioned into a mainstream ELA setting. The subjects for this study were
six seventh-grade ELLs enrolled in a suburban middle school in central Minnesota. The
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collection of data occurred through Google Forms and Google Documents. The initial
assessment involved a reading inventory survey, given in a Google Form assigned through
Google Classroom (see Appendix A). The survey was given to students at the beginning of the
school year (Fall 2020) as an opportunity for them to self-assess their reading abilities as they
were entering seventh grade. The form prompted students to rate their feelings towards reading
independently on a scale of 1 ("I don't like to read") to 5 ("I love to read!"). Students were given
a similar questionnaire at the end of the second trimester of school (Spring 2021) which asked
them to respond to the same statement regarding their feelings toward reading independently.
These data provided an opportunity to gauge students' confidence in their reading abilities and
compare ELLs' confidence levels to their native English-speaking and multilingual peers.
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In Fall 2020, five out of the six EL students responded to the Reading Inventory.
Initially, all five ranked themselves at a 3 for how they feel about reading. The researcher was
uncertain if these were truthful responses or if the students just went with the middle option. At
the time of the initial survey, students had been in a distance-learning setting for approximately
four months, which could have also played a role in students' mid-range feelings about reading
independently. In comparison, 23 of their 72 native English-speaking or multilingual classmates
also ranked themselves at a 3 for how they feel about reading, as displayed in Figure 2. The
overall average of this group was 3.56.
In Spring 2021, only three out of the six students completed the Reading Inventory,
creating an average of 3. The number of native English-speaking or multilingual students who
filled out the survey also dropped from 72 to 37, with an average ranking of 3.78. In Figure 1,
each student displayed a different self-ranking, with Student A sharing that his interest in reading
decreased, Student S saying his increased, and Student H maintaining her same ranking. Student
H and Student S participated in hybrid learning between the two surveys, while Student A was a
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full-time distance learner. Figure 2 shows that the native English-speaking or multilingual
students followed a similar pattern of responses during both trimesters. It was unclear whether
there was a direct correlation between changes in student interest in reading based on their
hybrid or distance-learning status. However, it was worth noting that the student who ranked his
reading interest as decreasing from Fall 2020 to Spring 2021 could not take part in the same
independent reading activities as his in-person classmates. With only half of the students
completing the Spring 2021 survey, the researcher did not gather enough data to draw any
conclusions.
A writing diagnostic in Google Documents was also administered at the beginning of the
school year (September 25, 2020) to gain baseline data of students' writing abilities as they
entered seventh grade, especially after spending Spring 2020 in full-time distance learning.
Students were given two prompt options and asked to write a paragraph in response to the option
of their choice; the instructor gave no other directions. Four EL students chose Prompt Choice
#1 and one EL student chose Prompt Choice #2 (see Appendix B). At the end of the first
trimester of school (December 3, 2020), students were given a slightly different prompt and
asked to write a paragraph in response (see Appendix C). Both writing assignments were
assessed using a constructed response rubric (see Appendix D). Between the two assessments,
students worked on a personal narrative essay in Google Docs and Google Classroom, which
was broken down into short, manageable steps. This narrative was completed during online
learning, so students who regularly participated in the Google Meets discussion received more
assistance on their writing than those who did not attend the Meets.
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The scores were broken down like this:
● 4 = 95-100% (A)
● 3 = 85% (B)
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● 2 = 75% (C)
● 1 = 65% (D)
● 0 = Did not complete assignment
In Figures 3 and 4, the blue line represents students' writing scores at the beginning of seventh
grade in September 2020, before any new curriculum. The red line showed students' scores at
the end of the first trimester in December 2020. The average score of the six EL students on the
September writing diagnostic was 1.33, compared to the 1.81 average for the native
English-speaking and multilingual students. The average for the ELLs on the December
paragraph was 3.17, with their native English-speaking or multilingual classmates scoring an
average of 3.35. Between the two writing assessments, the teacher used a spiral-curriculum
during the essay unit. Students reviewed the different steps of the writing process—these
additional steps directly correlated with the increase in student writing scores. Student S was an
outlier since this student did not complete the writing diagnostic or the constructed response
paragraph at the end of the trimester. This student had sporadic attendance and switched from
hybrid learning to distance learning halfway through the trimester, so work completion and class
participation were common issues in ELA and other classes for Student S.
Throughout Trimester 1, the teacher gave students formative reading assessments before
the unit's summative assessment to gauge student growth. The scores displayed in Figure 5 show
the median scores for the formative and summative assessments during the Central Idea unit.
The median scores for the six ELLs are compared to the median scores of their native
English-speaking and multilingual peers. The chart and rubric used throughout this unit are
displayed in Appendix E.
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Note: ELL Formative: N = 6, x = 75; Class Formative: N = 76, x = 85; ELL Summative: N = 6, x = 70; Class
Summative: N = 76, x = 83)

As shown in Figure 5, the native English-speaking and multilingual students (referred to as
“Class” in Figure 5) scored about 10 percentage points higher than the EL students on the
formative assessment (75 versus 85) and 13 points ahead on the summative (70 versus 83). The
quiz and test were given approximately one week apart during the distance-learning period. In
an in-person setting, the teacher would have been able to monitor student engagement when she
handed back the paper quizzes and took time in class to review the material from the formative
assessment. More students would have asked clarification questions and the educator would
have been able to see the class’s reactions to the correct answers, helping gauge overall
comprehension. However, since learning was taking place in a distance format and very few
students had their cameras on, it was difficult to tell who was following along with the review
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and who was not participating, compared to when the teacher was able to monitor student
participation in the classroom.
Additionally, both assessments involved reading a nonfiction article and analyzing the
tone, word choice, and author’s message, along with finding textual evidence to support the
answer (see Appendix E). This unit required more reading than previous quizzes and tests,
which was likely made more difficult by the distance-learning setting. Since students were at
home, there were more distractions and fewer opportunities for the teacher to provide support,
especially for the EL students. The class remained on Google Meets for each assessment, but
most students were hesitant to turn on their cameras or microphones to ask questions that came
up, especially the ELLs. Had the circumstances been different, the scores would have likely
improved from the formative assessment to the summative assessment for all the students in the
class.
Finally, the timing of the formative and summative assessments possibly played a role in
the drop in scores for both groups between the quiz and test. Ordinarily, a formative assessment
would be given closer to the beginning of the unit, so the teacher would have a few weeks to
work with students on specific strategies that might be giving them trouble. However, since the
district transitioned from hybrid to distance learning halfway through Trimester 1, teachers were
given additional planning days to prepare, which resulted in fewer student contact days. Due to
the time of year, the Central Idea unit happened to be the one most impacted by the schedule
change.
Given the school year's unique circumstances, the researcher also wanted to look into any
possible patterns of EL student work completion, primarily based on the hybrid vs.
distance-learning model. To start, the teacher split the students’ work into Trimester 1 and
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Trimester 2, and then broke those assignments into three categories: Late, Missing, and
On-Time. Next, the educator classified late work as any completed assignment turned in after its
initial due date. Furthermore, the teacher defined missing work as any assignment that was
either never turned in or turned in but not completed (ex. Turning in a blank assignment in
Google Classroom). Lastly, the teacher referred to on-time work as any completed assignment
that was turned in by the specified due date and time. As part of distance learning, the teacher
made assignments due at the time class would end, so students maintained the habit of
completing work by the time ELA would end During Trimester 1, there were 17 formative
classwork assignments in the grade book. For Trimester 2, not including the last two weeks,
there were 12 formative classwork assignments in the grade book.

At first glance, the researcher noticed the spike in on-time assignments for Trimester 1. This
category has the highest number out of the three options for the two trimesters, with each ELL
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turning in the largest number of assignments on-time. In Figure 6, focusing on the graph's left
side, which contained the Trimester 1 assignments, most students had more late work than
missing work, except for Student N2, who had one late assignment and three missing
assignments. Figure 6 showed that five out of the six EL students spiraled back to previous
assignments that they might have missed initially and made a point to turn that work in to receive
credit. Student H was the only one to have zero late or missing assignments for Trimester 1.
Looking at the graph's right side, which focused on Trimester 2, the researcher noticed
that only 12 assignments were done by the time the data were collected. However, since the
teacher collected these data two weeks before the end of Trimester 2, it makes sense that some of
the formative classwork assignments had not yet been turned in, resulting in a lower number.
Additionally, there was a spike in missing work during Trimester 2. This information could have
also been due to the two weeks remaining in Trimester 2 since students knew that they still had
time to complete their work before the end of the trimester deadline. There was also a decrease
in the number of late assignments, which makes sense considering the higher amount of missing
work.
The researcher considered other possible variables that could have affected students'
decrease in work completion from Trimester 1 to Trimester 2. Trimester 1 was at the beginning
of the school year, when Students H, N1, N2, and S started as hybrid learners, which allowed
them to be a part of the in-person classroom two days each week and participate online for the
other two days. Students A and Y were full-time distance learners, and Student S switched to
distance learning halfway through Trimester 1. Student A had the highest number of late
assignments during Trimester 1, and Student N2 had the most missing work during the same
trimester. Throughout Trimester 2, Student A again had the highest number of late assignments,
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and Student S had the most missing tasks. Student A regularly had technology issues, which was
a problem for a full-time distance learner. As a result, he did not engage in large group
discussions or classwork, and also did not respond to the teacher’s emails offering additional
one-on-one support on asynchronous Mondays, which were designed to be catch-up days. These
variables negatively impacted Student A’s overall grade in ELA. Student H earned the best
overall grades for both trimesters, which was attributed to the fact that she completed more work.
The teacher used the same visual aids in Google Slides for distance and hybrid learners to
remind students about assignments and posting reminders in Google Classroom (see Appendix
E). However, the in-person students also received verbal reminders to complete projects, which
could not always occur with distance learners. The extra in-person spiral back to
previously-assigned classwork could have provided an advantage to the students who were in the
building. The data appeared to show a relationship between work completion and in-person
learning. This was particularly true for Students H and N1, as both EL students turned in the
highest number of on-time assignments for Trimester 1 and 2 (see Figure 6).
Discussion
The purpose of this study was to explore whether incorporating specific reading strategies
into the ELA curriculum would support ELLs as they transition into a mainstream classroom
setting. This support took on another layer with the COVID-19 pandemic, causing schools to
move to distance and hybrid learning settings, which called for the teacher to change the action
research materials into an electronic format. Due to the inconsistency of learning environments,
the level of engagement varied depending on the task. During the initial design of this project,
the hope was to have more in-person contact between the teacher and students and regular

EFFECTS OF READING STRATEGIES ON EL STUDENTS

27

peer-supported learning opportunities. Unfortunately, the pandemic conditions made it
challenging to collect meaningful data for all Action Research Plan parts.
After reviewing the students' self-assessments about their reading interests from
Trimesters 1 and 2, there was little-to-no proof that the addition of learning strategy instruction
influenced the students positively or negatively. Half of the six students did not complete one or
both of the surveys, so there was only data from three ELLs to consider. One student shared
increased interest, another stayed the same, and the last shared decreased interest. Ordinarily,
independent reading would be a part of daily lessons and include regular discussions with peers,
group activities, and visits to the school's media center. These would have likely led to more
definitive changes in EL students' feelings towards independent reading. During distance
learning, the teacher instructed students to read for at least 20 minutes each day, and also told
them to use remaining class time to read independently. Although the researcher had students
complete weekly Google Forms sharing what they had read, it was impossible to know with
absolute certainty whether or not reading had actually taken place.
The students' written assessments proved to be more conclusive. The initial writing
diagnostic provided baseline data to see where students' writing abilities were as they entered
seventh grade. The teacher followed up the writing diagnostic with an on-demand paragraph,
where students were given a prompt and asked to write a response immediately, at the end of
Trimester 1 (about two months later). Five of the six EL students completed the initial
diagnostic and the on-demand paragraph, providing more data regarding actual language
production to analyze. Between the two assessments, the class worked on a personal narrative
essay completed using Google Docs and Google Classroom, which was broken down into small
chunks of work that the teacher checked off individually. This method seemed to impact
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students' writing skills positively, as all five students raised their scores by at least two letter
grades from the beginning of the trimester to the end, as shown in Figure 3. This was consistent
with the rest of their classmates, as the majority of students showed improvement in their writing
from the beginning of Trimester 1 to the end of the trimester, as shown in Figure 4. One student
(S) did not provide any work to analyze due to a lack of class participation. Student S switched
from in-person to distance learning halfway through the trimester and did not regularly check in
online after the transition, leading to multiple missing assignments.
Formative and summative assessments took place throughout the year, but the researcher
specifically reviewed the two used for the Central Idea unit. The formative assessment helped
gauge EL students' comprehension of the material in the week leading up to the final test and
determined what information to review before the summative assessment. At this point, the class
was in distance learning, so the spiral-curricular review took place entirely online. The teacher
was unable to check in individually with each EL student for comprehension. On the summative
assessment, two EL students slightly increased their scores, one stayed the same, and three
decreased their scores, with one dropping by 31 percentage points. This educator believed there
is a direct correlation between the distance learning format and lack of individualized
interventions, and these scores showing lackluster progress. Inconsistent participation in Google
Meets due to several reasons made it incredibly difficult for the teacher to check in on students'
progress with the material. Had these lessons taken place in person, the teacher could have
gained a better understanding of the EL students' genuine comprehension and made adjustments
to the tasks and interventions as needed.
With so many changes taking place this year, the researcher chose to compare work
completion for Trimester 1 and Trimester 2. Trimester 1 involved hybrid, or a combination of
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in-person students and distance learners, and fully distance learning, and Trimester 2 was
primarily distance learning for all students. The goal was to see if the amount of late and missing
work changed depending on the learning environment. Most EL students' on-time work
completion decreased from Trimester 1 to Trimester 2, while the number of missing assignments
increased. This is likely due to the transition from hybrid learning to distance learning, when it
became more difficult to keep students engaged in their learning. Student H consistently turned
in work on-time, while participating in the daily Google Meets lessons and staying online to ask
questions as needed or asked for help when she was in school for hybrid learning. This extra
effort directly contributed to her prompt completion of assignments. The student who had the
highest increase in missing work from Trimester 1 to Trimester 2, Student S, did not participate
in distance learning activities or respond to opportunities for help over Google Meets during
Trimester 2.
According to the findings of the research study, the writing activities, which involved
spiral-curriculum, were the most beneficial for students. Breaking down the more complex
assignment into smaller parts and taking extra time to explain how each piece ties into the next
rather than diving into the essay proved to be worthwhile. This is a strategy that the teacher will
continue to implement into writing units in the future and recommends other educators use to
better support all students within their classes, but particularly ELLs.
The inconsistencies that came with this year - changes in the educational environment,
dependence on WiFi and technology, and the pandemic's overall trauma - proved to impact this
research's results considerably. Students' work completion and class participation were affected
by the hybrid and distance learning settings. As the school year moves into Trimester 3 and the
school transitions into nearly complete in-person learning, additional learning strategies, such as
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peer-supported learning, will be implemented into lessons on a more consistent basis. It would
be intriguing to see if the shift back to a more traditional learning environment results in
improved learning outcomes for the ELL population and their adjustment in the mainstream ELA
classroom.
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